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Abstract

In this study, the school engagement of high school students was examined in terms of educational motivation
and perceived social support. The data was obtained from 826 secondary school students in Diizce in 2017-2018
academic year. The School Engagement Scale, the Educational Motivation Scale, and the Perceived Social Sup-
port Scale were used in the study. T-test, ANOVA, Pearson Correlation Analysis, and Stepwise Multiple Reg-
ression were used to analyze the data. According to the findings, there isn’t a statistically significant difference
between educational motivation and the gender of the students. However, there is a significant difference in the
peer support sub-dimension of perceived social support. The peer support average score of female students is
higher than that of male students. There is no significant difference in commitment to school when the gender
of the students considered. However, the psychological commitment of male students is higher than female
students. Also, there is no significant difference in educational motivation among students. There is a significant
difference in peer support sub-dimension of perceived social support according to the grades of students. There
is also a significant difference in the sub-dimension of psychological commitment in regards to school commit-
ment. Commitment to school amongst 12th-grade students is higher than others. The results of the correlation
showed that when educational motivation increases, students’ perceived social motivation increases, too. Mo-
reover, there is a positive correlation between perceived social support and school engagement. Furthermore,
regression results revealed that social support predicts school commitment.
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Oz

Bu arastirmada ortadgretim 6grencilerinin okul baghliklari, egitimsel motivasyon ve algiladiklari sosyal destek
agisindan incelenmistir. Aragtirmanin verileri 2017-2018 egitim 6gretim yilinda Diizce’de cesitli ortaggretim ku-
rumlarina devam eden 826 6grenciden elde edilmigtir. Aragtirmada Okul Baghligi Olgegi, Egitimsel Motivasyon
Olgegi ve Algilanan Sosyal Destek Olgegi kullanilmustir. Verilerin ¢oziimlenmesinde t-testi, ANOVA ve Coklu
Regresyon Analizi kullanilmistir. Elde edilen bulgulara gore 6grencilerin egitimsel motivasyon, sosyal destek ve
okul baghliklari her bir 6lgegin ortalama degerinin iizerindedir. Ogrencilerin cinsiyetine gore egitimsel motivas-
yon anlamli farklilik gostermemektedir. Algilanan sosyal destegin akran destegi alt boyutunda anlaml farklilik
vardir ve kiz 6grencilerin akran destegi algis1 daha yiiksektir. Okul bagliligi 6grencilerin cinsiyetine gore anlamli
farklilik gostermemekle beraber erkek 6grencilerin psikolojik baghiligi, kiz 6grencilerin de biligsel bagliligr daha
yiiksektir. Sinif diizeylerine gore egitimsel motivasyon anlamli farklilik gostermemektedir. Algilanan sosyal des-
tegin akran destegi alt boyutunda sinif diizeyine gore anlaml farklilik vardir. Okul baglihigmin da psikolojik
baglilik alt boyutunda smif diizeyine gore anlamli fark bulunmaktadir. Okul baglilhigr diizeyi en yiiksek 12. sinif
ogrencilerinde tespit edilmistir. Regresyon sonuglaria gore egitimsel motivasyon ve algilanan sosyal destek,
ogrencilerin okul baghligini yiiksek diizeyde yordamaktadir. Arastirmanin bulgular literatiir ¢ergevesinde yo-
rumlanmis ve buna bagl olarak da arastirmaci ve uygulayicilara gesitli oneriler sunulmustur.
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English Version

Introduction

Although school commitment is not directly observed, it refers to the psycho-
logical states of students regarding learning and school activities (Schlechty,
2002; Skinner & Pitzer, 2012). Kuh (2009), on the other hand, defines school
commitment as the quality of learning-oriented actions, participation, and effort.
School commitment is examined in three subheadings in general terms as a be-
havioral, emotional, and cognitive commitment (Wang, Kiuru, Degol, Salmela-
Aro, 2018). However, there are many sub-dimensions of students’ commitment
to school. Among these, different components such as academic, cognitive, in-
tellectual, institutional, emotional, behavioral, social, and psychological commit-
ment are found in the literature (Taylor & Parsons, 2011). It is possible to men-
tion the various indicators of behavioral, emotional, and cognitive commitment
in the literature, which are the three main components of school commitment.
Behavioral commitment generally involves positive attitudes towards school and
compliance with school rules. Emotional commitment is intertwined with the
various moods of the student’s life and includes interest, curiosity, anxiety, sad-
ness, and happiness. Cognitive commitment is related to cognitive activities such
as learning, self-regulation, flexibility in problem-solving, and readiness for hard
work (Fredericks, Blumenfeld & Paris, 2004). In regards to behavioral commit-
ment, various observed behaviors are sought, such as participation in school-ba-
sed activities, effort and persistence, being careful, following the rules, and per-
forming the task which was assigned. Emotional commitment, positive reactions
to teachers and classmates, positive learning, accepting learning as a top value,
happiness, feeling a sense of belonging in school, such as strengthening academic
identity, are also mentioned. In cognitive commitment, cognitive situations such
as self-regulation, being goal-oriented, open to change, strong resilience, and
deep learning are included as well (Gibbs & Poskitt, 2010).

Various findings suggest that positive experiences in school enrich the aca-
demic learning of adolescents, integrate students into their school lives more,
and transform students into active learners (Wang & Degol, 2014). The primary
goals of the school and teachers are to help the students develop academic, so-
cial, and emotional aspects of this enrichment and transformation. It is closely
related to the student’s connection with the school, both in achieving academic
success and acquiring a variety of school-based knowledge and skills (Lee, 2014;
Wang et al., 2018; Wonglorsaichon, Wongwanich & Wiratchai, 2014). The strong
commitment of the student to the school contributes to learning of social values,
acquisition of various skills and gains, and the enrichment of social and cultural
capital (Wang & Holcombe, 2010). In particular, adolescents with low school
commitment have difficulties in coping with school problems and finding solu-
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tions to these problems (Wang & Fredericks, 2014), whereas adolescents with
strong school commitment have a lower chance of cognitive detachment from
school (Wang & Eccles, 2012). Ryan (2000) emphasizes the fact that adolescents
spend more time with their peers is a high-value factor in acquiring various scho-
ol norms and socializing the individual. In the literature, there are various rese-
arch findings where students who comply with school norms have higher school
commitment (Fredricks, Blumnfeld & Paris, 2004).

Recent research has included some factors that affect students’ commitment
to school. Among these factors, there are many factors such as academic achi-
evement, teacher competencies, active and collaborative learning environment,
school-student interaction, creating an enriched learning environment, future
goals, and peer culture in school (Almarghani & Mijatovic, 2017; Hu & Ching,
2012; Lynch, Lerner & Leventhal, 2013). Among the other factors related to
school loyalty that affect students ‘commitment to school, teachers’ positive app-
roach to the student and making him/her feel valuable, sensing that the student
is an important member of the school, feeling accepted by other students, and
respecting individual differences, are among the factors affecting school loyalty
(Ozkan, 2015). It is stated that among the extra-school factors that affect stu-
dents and their commitment to school, there are factors that stem from oneself
and from family. Self-esteem, learning capacity, interests and curiosity, cognitive
competence, various psychological causes, learning difficulties, behavioral prob-
lems, and academic performances are among the self-induced factors. Among
the factors originating from family, there are situations such as being a member
of dispersed family, unemployment, and socioeconomic welfare levels to consi-
der (Gibbs & Poskitt, 2010; Murray et al., 2004).

In the literature, there are many factors that directly or indirectly affect stu-
dents’ school commitment, but their educational motivation and perceived social
support are thought to affect school commitment. Motivation is a general term
used for all kinds of processes including initiating, managing, and maintaining
physical and psychological activities (Gerrig & Zimbardo, 2012). The factors that
motivate individuals are generally divided into two groups: internal and external
motivation. Intrinsic motivation can be thought of as factors that originate from
the individual, help him/her to do a job or activity of their own will, and provide
inner satisfaction to the individual (Ryan and Deci, 2000). External motivation is
the external factors offered by others to get a job done or to mobilize an indivi-
dual (Santrock, 2018). Academic or educational motivation refers to the internal
processes developed by the student for learning (Rowell & Hong, 2013). Moti-
vation in education is more about directing students to certain pedagogical goals
and making them willing (Akbaba, 2006). The student’s academic motivation can
be influenced by the school climate, teachers’ attitude and academic optimism,
family, and peer groups (Wang & Pomerantz, 2009).

According to Panisora, Duta, & Panisoara (2015) and Williams & Williams
(2011), there are five main factors that determine students’ educational motivati-
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on. These include student, teacher, content, methods, and environmental factors.
Among the factors stemming from the student, are the factors such as working
habits and punctuality of the student, long-term education plans, and the ability
to focus and spending energy on a target. It is stated that factors such as know-
ledge of the field, pedagogical competence, teaching quality and used methods,
scientific competence, dialogue with students, and professional teaching enthu-
siasm determine student’s motivation. In regards to the content of the student’s
ownership and internalization of the subject, the richness and experience of the
student’s overlap with the content, the use of effective technology, such as com-
ponents, and can affect the motivation of the student. Teaching methods include
different types of enriched teaching principles and techniques in the classroom,
objective evaluation, encouraging students, teaching based on experience, enab-
ling flexible learning, and cooperation. Finally, it is stated that factors such as
teamwork, family support, peer support, social support in the student’s environ-
ment determine the educational motivation of the student.

Although each of these factors have an effective level of their own, some stu-
dies draw attention to the importance of social support from families, teachers,
and peers, especially in the school life and educational motivation of adolescents
(Cirik, 2015; Iglesia, Stover & Liporace, 2014). According to Cobb (1976), the
perception of social support is the awareness that an individual is loved and cared
by others, so that they are a member of a social network with mutual responsibi-
lities (cited in Bayram, 2016). Perceived social support is related to both support
perception and acceptance perception (Fellows, 2003). Peer groups are not only
important environments for learning appropriate behavior but also giving and
receiving social support. These groups are important for young people to gain
and learn about interpersonal relationships in adolescence. Individuals can get
emotional support to the extent that they can while being included in a group.
During adolescence, there are clear changes in relationships and social settings.

The quality of the peer group being considered as a supporter, has various
effects on the individual’s life. It is an important quality to be with peer groups
that are desired and which show positive behavior, such as having success-orien-
ted friends. As a result, these social networks provide access to important resour-
ces. This strengthens school adaptation and contributes to academic success (Ka-
pikiran and Ozgiingér, 2009). Especially, the quality of the social support that
adolescents receive contributes to their becoming a qualified adult in the future
(Inang, Bilgin & Atici, 2015). In this context, it is not expected that students in
adolescence will receive social support only from their friends. They also receive
social support from their teachers and family. The social support of teachers and
family affects the cognitive, affective, and behavioral relationships of the student
with the school (Yildirim, 2016).

In some studies, conducted in the literature, it is stated that educa-
tional motivation increases school commitment (Atoum & Shalalfeh,
2018) and that educational commitment decreases students’ commit-
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ment (Glass & Rose, 2008; Janosz, Archmbault, Morizot, & Pagani,
2008). However, there are several studies on the correlation between
students’ perceived social support and school commitment (Karababa,
Oral and Dilmag, 2018; Mengi, 2011). However, considering the rela-
tionship between educational motivation and social support, with re-
gards to school commitment; there was a lack of studies on the pre-
dictive level—which is the main determinant in the emergence of this
research.

Purpose of the Research

The main purpose of this study was to examine the level of educational mo-
tivation and perceived social support to predict school commitment. In this con-
text, the following sub-problems were sought:

1. Do educational motivation, perceived social support, and school com-
mitment levels differ according to various demographic variables (gen-
der, grade level)?

2. Do educational motivation and perceived social support significantly
predict school commitment?

Method

In this section, information about the research model, universe and samp-
ling, measurement tools used in data collection, the application process, data
collection, and analysis of data are given.

Research Pattern

This research has been carried out in the relational survey model, one of the
descriptive research methods. The relational screening model is a research mo-
del aimed at revealing the existence and/or degree of co-change between two or
more variables. Educational motivation and social support were the independent
variables of the study, while school commitment was the dependent variable. In
this study, the relationship between educational motivation, social support, and
school commitment was examined.

Universe and Sample

The participants of the study consisted of 826 high school students study-
ing in the center of Diizce in the 2017-2018 academic year. In the 2017-2018
academic year, there were 12.050 students in the secondary schools in Diizce.
Although 373 people were able to represent a population of this quantity (Biiyii-
koztirk, Cakmak, Akgiin, Karadeniz & Demirel, 2012), the sample size was kept
in a wider range for a wider representation level. Participants were determined
by the simple random sampling technique. The majority of the participants were
419 students (50.7%) studying in the Anatolian High School category. 24.0%
(n = 198) of the students were in Vocational High School, 12.8% (n = 106) of
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the students were in Science High School and the students who are studying
in Imam Hatip High School were 12.5% (n = 103). In the sample, 285 people
(34.5%) were 9t-grade students, 237 people were 10-grade students (28.7%),
268 people were 111 -grade students (32.4%) and 36 people were 12t-grade
students (4.4%). When the distribution of the students according to gender was
examined, female students constitute 58.7% (n = 485) of the sample and 41.3%
(n = 341) include the male students.

Data Collection Tools

Motivation in Education Scale (EMS): The original version of the Educational
Motivation Scale (EMS) was developed in 1989 by Vallerand, Blais, Bricre, and
Pelletier and was adapted to Turkish by Kara (2008). The scale items are arranged
in a 5-point Likert type. They are rated as: Very frequent (5), Frequently (4), Oc-
casionally (3), Rarely (2), and Almost none (1). The original version of the scale
includes four sub-dimensions. These are Identified External Motivation, The Abi-
lity of Being Motivated, Internally Reflected External Motivation, and Internal
Motivation. The total variance ratio of the scale adapted to Turkish was calculated
as 63.47% for four sub-dimensions. The factor loads of the items were at least
0.35. The highest score in the entire scale is 60 and the lowest score is 16. The
maximum score in each sub-dimension is 20 and the lowest score is 4. The overall
Cronbach’s alpha value for the Turkish version of the scale was 0.84; 0.79 for the
first sub-dimension, 0.78 for the second sub-dimension, 0.80 for the third sub-
dimension, and 0.78 for the fourth subscale. In this study, Cronbach’s alpha value
was evaluated to calculate the reliability level of the scale and its overall reliability
coefficient was calculated as 0.64. Ozdamar (2011) states that Cronbach’s alpha
scales in the range of 0.60-0.70 have sufficient reliability. When these indicators of
the scale are examined, it can be said that they have valid and reliable conditions.

Perceived Social Support Scale (PSS-R): PSS-R was developed by Yildirim
(1997) to determine the perceived social support levels of students. The most
recent version of the scale was again performed by Yildirim (2004). In this study,
the revised version of the scale from 2004 was used. The scale consists of three
sub-dimensions and contains a total of 50 items. The subscales of the scale were
social support from family, social support from teachers, and social support from
friends. Six types of scores were obtained from ASLS. The total score of the in-
dividual obtained from five sub-scales gives the “General Social Support” score.
The higher the score, the higher the level of social support. The scale is filled
in with a triple grading format. (Not at all = 1, Partly appropriate = 2, Very
appropriate = 3) 47 of the scale items are positive and 3 are negative. Negative
expressions are items 17, 29, and 44 of the sub-dimensions for family, friends,
and teachers, respectively. Cronbach’s alpha internal consistency value, which
was calculated for the reliability level of the scale, was 0.93 for the whole scale. It
was calculated as 0.94 for the social support sub-dimension from the family, 0.93
for the social support sub-dimension from the teacher, and 0.91 for the social
support sub-dimension from friends.
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School Engagement Scale (SES): Student Engagement Instrument was de-
veloped by Appleton et al. (2006) and adapted to Turkish by Onen (2014). The
scale measures students’ cognitive and psychological commitment to school. A
4-point Likert type grading was used in the SRS and consisted of 35 items. It is
accepted that the Student’s School Loyalty Scale measures six components of
psychological and cognitive commitment. The calculated fit indices (GFI = 0.89-
0.91, AGFI = 0.88-0.90, CFI = 0.89-0.94, RMSEA = 0.029-0.037). Cronbach’s
alpha values of the sub-dimensions of the scale in the Turkish form ranged from
0.73 to 0.85 (Onen, 2014). The overall reliability coefficient of the scale for this
study was calculated as 0.82.

Data Analysis

The data obtained was processed into an SPSS 20 package program and
analyzed after the average of the series was assigned to cells which were left
blank. Assumptions about normality distributions were tested before data was
analyzed. Since the normality distribution was n> 50, the Kolmogorov Smirnov
test was used and p> 0.05. Also, it was found that the kurtosis and skew values
were within the = 1 range and the division of skew values into their error coef-
ficients was within = 1.96. A problem then occurs: a multitude of connections.
This problem occurs when the r-value between the two arguments is> .80. The
correlation value between the independent variables in this study is .308. The
VIF value is less than 5 and the tolerance value is greater than .20. When all the-
se indicators are analyzed, it can be said that the data is in a normal distribution.
Firstly, it was examined whether educational motivation, perceived social sup-
port, and school commitment variables showed significant differences according
to various demographic variables of students and independent groups’ t-test and
one-way ANOVA were used. Finally, stepwise, multiple linear regression analy-
sis was performed to determine the predictive power of two predictor variables
on one predicted variable (school commitment). Descriptive statistical techniqu-
es (frequency, percentage, mean, standard deviation) were also used in the study.
Test results of the study were interpreted at o = 0.01 or o = 0.05 error levels.

Results

When the motivation levels of the students are examined, it is seen that
the average is 2. = 2.87 (SD = 0.52). Based on this value, it can be said that the
motivation of the students is higher than the middle level. However, the diffe-
rences between the educational motivations of the students in terms of gender,
were also examined and the values related to this difference are presented in the
independent groups’ t-test in Table 1.
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Table 1.
Independent groups’ t-test results show the difference of educational motivation
according to the gender of the students

Variables Gender n X S Sd t P
Educational Female 485 2.84 48 824 2,327 0.02
Motivation Male 341 292 57

Table 1 shows that there is a significant difference between the educatio-
nal motivation levels and gender of the independent groups according to t-test
results [t (824) = 2,327; p <.05]. The educational motivation levels of male stu-
dents (X (male) = 2.92) were higher than female students (X (female) = 2.84).

It was seen that the general average of the social support perceived by the
students was X = 2.47 (SD = 0.32) and this value was higher than the average.
When the subscales were examined, it was understood that the social support
received from the family had an average score of X = 2.62 (SD = 0.36), social
support from friends X = 2.56 (SD = 0.39), and social support from the teacher
X = 2.23 (SD = 0.49). However, findings showing the differences in the sub-
dimensions of social support perceived by the students in terms of gender are
presented in Table 2.

Table 2.
Independent groups’ t-test results showing the difference of perceived social support
according to the gender of the students

Variables Gender n X S Sd t p
. Female 485 2.63 35
Family Support 824 1.280 0.20
Male 341 2.60 .36
Female 485 2.60 .39
Peer Support 824 3.386 0.00
Male 341 2.51 .39
Female 485 2.24 49
Teacher Support 824 0.915 0.78
Male 341 2.23 .49
i Female 485 2.49 32
Social Support 824 1779 0.07
(Total) Male 341 245 33

According to Table 2, there was no statistically significant difference betwe-
en the gender and perceived social support subscale of family support [t (824) =
1,280; p> .05]. There was a statistically significant difference between the gender
and perceived social support subscale of the students [t (824) = 3,386; p <.05].
When the arithmetic averages are examined, it is seen that the average of fema-
le students (X (female) = 2.60) is considerably higher than male students (X
(male) = 2.51). From this point of view, it can be said that female students feel
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the support of friends more. Also, there was no statistically significant difference
between gender and perceived social support sub-dimensions of teacher support
[t (824) = 0.915; p> .05]. When the overall total score of social support was
examined, no significant difference was found according to the gender of the
students [t (824) = 1.779; p> .05]. In all sub-dimensions and the overall total
score of social support, the average of female students was higher than that of
male students.

The overall average of school commitment levels of students was calculated
as .12 = 3.12 (SD = 0.49). When the sub-dimensions were examined, it was ob-
served that psychological commitment was calculated at X = 2.99 (SD = 0.60)
and cognitive commitment at X = 3.22 (SD = 0.52). It is seen that these values
are above average. The findings are presented in Table 3 and they show the dif-
ferences of students’ school commitment in terms of gender.

Table 3.
Independent groups’ t-test results showing the difference of school commitment
according to the gender of the students

Sub-dimensions Gender n X S sd t p

Female 485 295 .61
Psychological Commitment 824 1,763  0.78
Male 341 3.03 .58

Female 485 3.24 51
Cognitive Commitment 824 1,759 0.79
Male 341 3.18 .53

. Female 485 3.12 .49
School Commitment (Total) 824  .017 0.98
Male 341 3.12 49

There was no statistically significant difference between the students’ gen-
der and psychological commitment from the sub-dimensions of school commit-
ment [t (824) = 1,763; p> .05]. When the arithmetic means are examined, it is
seen that the mean of female students (X (female) = 2.95) is lower than male
students (X (female) = 3.03) in the psychological commitment sub-dimension.
There was no statistically significant difference between cognitive commitment,
the second sub-dimension of school commitment, and gender of students [t (824)
= 1,759; p> .05]. When the arithmetic means are examined, it is seen that the
mean of female students (X (female) = 3.24) is higher than the male students
(X (female) = 3.18) in the cognitive commitment sub-dimension. There is no
significant difference according to the gender of the students to the overall total
of school commitment [t (824) = 0.017; p> 05]. When the arithmetic means are
examined, it is seen that the average of female students (X (female) = 3.12) is
equal to the average of male students (X (male) = 3.12).
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Table 4 shows the results of the one-way analysis of variance (ANOVA) and
it shows the differences in the educational motivation of students in terms of
class levels.

Table 4.
One-way analysis of variance (ANOVA) between students’ class levels and educati-
onal motivation

Variables Grade Level n X SS Sumof df Meanof F p

Squares Squares
9th 285 285 44 1,722 3 574 2,075 0.10
10th 237 292 .62 822
11th 268 288 .51 825

Educational
Motivation

12th 36 271 .50
Total 826 2.87 .52

According to Table 4, the educational motivations of the students do not
show statistically significant differences according to class levels [F (3, 822) =
2,075; p> .05]. Furthermore, when the arithmetic means are considered, it is
seen that the 10th-grade has the highest average (X (10th-grade) = 2.92) and
the 12th-grade has the lowest average (X (12th-grade) = 2.71). Table 5 shows
the results of a one-way analysis of variance, which shows the differentiation of
perceived social support according to class levels.

Table 5.
One-way ANOVA results between students’ class levels and perceived social support

Sub- Grade — Sum of Mean of

dimension level © X S5 squares df squares F p  Scheffe
9th 285 2.66 .34
. 10th 237 258 38 3
Family =1 268 261 38 0816 822 0272 209 010 -
Support
12th 36 264 26 825

Total 826 2.62 .36

9th 285 257 .39

10th 237 249 41 3
Peer 11th 268 261 .39 1,774 82 0591 3,788 0,01 10<11
support
12th 36 257 .29 825

Total 826 2.56 .39
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Table 5.
One-way ANOVA results between students’ class levels and perceived social support
(Continued)

‘Sub-. Grade n XSS Sum of daf Mean of F b Scheffe
dimension level squares squares

9th 285 226 .51

10th 237 222 .48 3
Teacher 0 968 222 49 0420 822 0,143 0576 063 -
support

12th 36 218 .49 825

Total 826 2.23 .49

9th 285 250 .32

Social | 10th 237 244 32 3
support  11th 268 248 33 0556 822 46326 1760 015 -
(Total)  1oth 36 247 25 825

Total 826 247 .32

According to Table 5, there is no significant difference between family sup-
port and class levels among the sub-dimensions of perceived social support of
students [F (3, 822) = 2,094; p> .05]. When the arithmetic averages are taken
into consideration, it is seen that the highest average is in the 9th-grade (X (9th-
grade) = 2.66) and the lowest average is in the 10th-grade (X (10%-grade) =
2.58). Similarly, there is no significant difference between the class levels of the
students and teacher support from the sub-dimensions of perceived social sup-
port [F (3, 822) = 0.576; p> .05]. When the arithmetic averages are examined, it
is seen that the highest average is in 9th-grade (X (9th-grade) = 2.26) and the lo-
west average is in 12th-grade (X (12t-grade) = 2.18). There is a statistically sig-
nificant difference between peer support, which is another sub-dimension, and
grade levels of students [F (3, 822) = 3,788; p <.05]. According to Scheffe test on
the source of the difference, there is a significant difference between 11th-grade
students (X (11th-grade) = 2.61) and 10™-grade students (X (10"-grade) = 2.49)
and the average of 11"-grade students is higher. When the total sum of social

support is considered, there is no significant difference according to class level [F
(3, 822) = 1,760; p> .05].

Table 6 shows the results of a one-way analysis of variance which shows the
differentiation of the students’ school commitment according to their grade le-
vels.
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Table 6.
One-way analysis of variance (ANOVA) results between sub-dimensions of school
commitment to students’ class levels

Grade — Sum of Mean

Sub-dimension level D X SS squares df of sq. F p  Scheffe
9th 285 3.05 .63
olonica 10237 29659 3
Psychological 4 56 200 58 2900 822 0967 2642 004 9511
Commitment
12th 36 3.09 .60 25
Total 826 299 .60
9th 285 320 .52
Coniti 10th 237 324 55 3
ognitive 11th 268 319 .50 0518 82 0173 0628 059 -
commitment
12th 36 328 .46 325

Total 826 3.21 52
9th 285 3.15 .50

School 10th 237 311 .50 3
Commitment ~ 11th 268 3.07 47 1,065 822 0355 1455 022 -
(Total) 12th 36 320 .46 825

Total 826 3.12 49

According to Table 6, there is a statistically significant difference between
psychological commitment and class levels of students from the sub-dimensions
of school commitment [F (3, 822) = 2,642; p <.05]. According to Scheffe test on
the source of the difference, there is a significant difference between 9"-grade
(X (9t-grade) = 3.05) and 11"-grade (X (11th-grade) = 2.92) students. Arith-
metic average scores of 9™M-grade students are higher. There is no significant dif-
ference between Cognitive Commitment, which is the second sub-dimension of
school commitment, and class levels of students [F (3, 822) = 0.628; p> .05].
When the general total of school commitment is considered, there is no differen-
ce according to the students’ class levels [F (3, 822) = 1,455; p> .05].

In Table 7, findings related to educational motivation and perceived social
support, which predict the students’ school commitment, is given.

Table 7.
Results of multiple regression analysis of educational motivation and perceived
social support to predict the students’ commitment to school

Variable B Standard ErrorB - 3 t p  Partialr Partir
(Constant) 315 A11 2.827  .005 - -
Educational Motivation .071 .023 076 3.033 .002 .105 075
Social Support 1.050 038 691 27.698 .000 .695 .688
R=.702 R2=.492

F(2,283)= 398,968  p<.01
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When the dual and partial correlations between independent variables and
dependent variables are examined, it is seen that there is a positive and low-level
correlation (r = .105) between educational motivation and school commitment.
When the other variable is taken under control, it is seen that this correlation
value is calculated as r = .075. There was a positive, significant, and high correla-
tion between social support and school commitment (r = .695). When the other
variable is taken under control, it is seen that this correlation value is calculated
asr = .688. It is seen that educational motivation and social support together,
explain school commitment significantly (R = .702; R2 = .492; p <0.01]. Accor-
ding to the standardized regression coefficients (f3), the relative importance of
independent variables on the dependent variable is social support and educatio-
nal motivation.

Discussion and Conclusion

This study aimed to investigate educational motivation, perceived social
support, and commitment levels of secondary school students according to vari-
ous demographic variables. According to the findings of the study, the educati-
onal motivation of secondary school students was higher than the average level.
As Erten (2014) states students have higher intrinsic motivation levels. Being
oriented towards learning and academic development and being in a success-
oriented school life increases the educational motivation of the students. Many
studies in the literature underline that academic achievement is positively and
significantly correlated with educational motivation (Amrai, Motlagh, Zalani &
Parhon, 2011; Schweinle & Helming, 2011). Different factors increase or decre-
ase the motivation of education. These include strong family support, learning
curiosity, peer groups, belief in the functionality of the information learned, and
a personality structure that is prone to learning (Tan, 2009). Fulton and Turner
(2008) state that the educational motivation of students is closely and positively
related to the fact that parents leave students autonomous in learning and give
them effective guidance.

Educational motivations differ significantly according to gender and grade
level of students. Shirtless and Serhatlioglu (2013) reported similar findings. The
educational motivation of male students is higher than female students. In the
study of Karatag and Erden (2014), it was stated that the external motivation
level of male students was higher than that of female students, whereas the mean
of female students was higher in the intrinsic motivation level. The study of Rus-
silo and Arias (2004) states that female students have low levels of external mo-
tivation and take more responsibility in the event of failure and are more enthu-
siastic in their learning processes. Research findings suggest that male students
with low academic achievement are also less motivated and that this situation
creates the basis for more frequent undesirable behaviors in the classroom (Bug-
ler, McGeown, Clair-Thompson, 2015). The motivation levels of the students can
be affected by their personality structures, abilities, being in an effective learning
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environment, family support, teacher behaviors, and efforts to make them reach
their personal goals. Particularly due to the influence of peer groups, adolescent
male students give less priority to academic studies than they may need to and
reduce their motivation from time to time.

The perceived social support of the students was above average. In terms
of sub-dimensions, it is seen that social support is mostly obtained from family,
then from friends, and lastly, from the teacher. The students find the support
they receive from their families more meaningful and functional. Various studies
indicate that academic achievement and social support are strongly related (Yil-
dirim, 1999). It is thought that many family factors such as the family structure
of the student, the educational level of the parents, and their perspectives on
education, the capacity of the family to guide the education of the student, and
the socioeconomic level of the family, all affect the social support received from
the family. The fact that the family is an important source of social support points
to the role of the family in the education of the student and emphasizes the need
for parents to participate in the school environment. Therefore, it is seen that fa-
mily-school relations need to be strengthened, sustained on joint understanding
and cooperation in education and families need to take more responsibility for
their children’s education. It is seen that students who are prominent with their
academic success are accepted and supported by their teachers, friends, and fa-
milies. It can be argued that the approaches towards this type of student and the
words of praise used, increases the perception of support and motivation level
of the student. On the contrary, it can be said that the indifferent, judgmental,
and incriminatory style used for students with low academic performance and the
body language developed for the rejection of the students, reduces their percep-
tion of social support. Indeed, Kapikiran and Ozgiingor (2009) and Yildirim and
Ergene (2003) state that social support is an important predictor of academic
achievement. Various field studies have shown that the support of parents, teac-
hers, and peers contributes significantly to the improvement of an academic life
and achievement of disadvantaged students, especially in the risk group (Malecki
& Demeray, 2006; Croninger & Lee, 2001). It is underlined that high social sup-
port contributes positively to the reduction of various undesirable situations such
as fear of failure, self-efficacy, and negative self-assessment (Kapikiran, 1999).

Perceived social support shows a significant difference according to the gen-
der of the students. Female students perceive social support more strongly than
male students. When the sub-dimensions of social support are examined, there is
a significant difference between the peer support and gender perceptions of fe-
male students and the perception of peer support is higher. A similar finding can
be seen in the studies of Akkaya (2011), Aricioglu (2008), and Karatag (2012).
However, Aliyev and Tung (2017) found that social support from friends and
teachers was higher among male students. On the other hand, it is understood
from the average scores, that female students feel family and teacher support
more, although the support of family and teachers does not show a significant
difference according to the gender of the students. These findings are supported
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by the findings of Karacabey’s (2012) study. In adolescence, individuals receive
their social support needs mostly from their peers (Inang, Bilgin and Atici, 2015).
In adolescence, instead of family and teachers, individuals see their peers closer
and share their daily life with their peers more than any other social support.

There was no significant difference between the first sub-dimension of so-
cial support and family level. However, it is understood from the arithmetic me-
ans that family support is felt more in the first years of secondary education.
Agikgoz’s (2013) study includes similar findings. Aliyev and Tung’s (2017) and
Turgut’s (2015) findings differ, and family support varies significantly according
to class levels. Karacabey (2012) also found a significant difference in family
support regarding to class levels. Also, in different studies, the perceived family
support of lower-level students (upper-secondary) compared to upper-secondary
students (Ulu, 2018) is significantly different (Ulu, 2018). It can be argued that
the students who are supported by their families adapt more easily to school life,
do not feel alone in regards to problems in school, and they find support in fin-
ding solutions to the problems. The fact that the family adopts the student and
makes them feel that they are always with them, also contributes to the increase
of trust between them.

Peer support, which is the second sub-dimension of perceived social sup-
port, shows a significant difference according to the class levels of the students.
The findings by Unsar, Sadirli, Dogan, and Zafer (2009) support this finding.
Karatag (2012) found that peer support did not differ according to class level.
Significant differences occur between the 10" and 11 grades and the average of
the 11%-grade students is higher. The reason for this difference is that students
want to develop more relationships based on solidarity with each other and sup-
port each other through the intensive and stressful exam period. Ates (2012),
Kahriman (2003) and Sencan (2009) state that secondary school students with
close friends have a stronger perception of social support. When social develop-
ment in adolescence is considered, it can be thought that having close friends in
which students can understand themselves, share and interact with each other
and support each other positively, affects the perception of social support. It can
be argued that individuals who do not have enough social support and solidarity
in adolescence are more likely to be involved in crime. To prevent the student
from seeing themselves as an undesired person by their friends or environment,
it is seen that specially qualified friend support is important to prevent them from
getting into various undesirable situations.

Teacher support, which is the last sub-dimension of perceived social sup-
port, does not show a significant difference according to the students’ class levels.
When the averages are examined, it is seen that the students in the 9"-grade have
a higher average than the students in the upper class and the average score of the
social support received from the teacher decreases as the grade level increases.
In other words, teacher support is considered more important by students of this
age group in the first years of secondary education. This may be because students
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who are starting a more difficult educational level after secondary school need
more teachers’ role in this academic process. In the studies of Turgut (2015) and
Demirdiizen (2013), there are similar findings. With perceived social support
in general, there is no significant difference according to class level. When the
average scores are examined, it is seen that perceived social support decreases
as the class level increases. In other words, secondary school students feel more
social support in the first years of this level of education. This finding is similar
to the findings of Giindogan (2016). The findings of Caliskan (2015) show that
perceived social support varies according to class level. As leaders in teaching,
teachers’ professional support and assistance in the areas and moments needed
by the students contribute to the increase in perceived teacher support. Consi-
dering the pedagogical competences of teachers, the ability to use these compe-
tencies functionally in the context of the development levels of the students and
to produce effective-lasting solutions to the problems they face, will increase the
level of support. It can be thought that the support that teachers will provide
to the student on various occasions will allow them to feel valued and reduce
their feelings of exclusion. It is thought that the social support provided by the
teachers for adolescents who are in the risk group, who are in a disadvantageous
position, and who have a tendency to commit crime will strengthen the bond and
contribute to the student’s desired behaviors.

Students’ cognitive school commitment is higher than psychological school
commitment. This may be related to the fact that cognitive activities are involved
in the school and that students spend most of their time with these activities.
Cognitive commitment points to the student’s psychological investment in scho-
ol, willingness to use the energy required for difficult and complex issues, and the
care it will take in this direction (Arastaman, 2009). It is seen that students who
show academic learning-oriented behavior have a higher cognitive commitment
to school. Students who are reluctant to participate in classroom activities, aca-
demic experiences at school, and learning environments are expected to have low
cognitive commitment. Connel and Wellborn (1991) stated that students with
high cognitive commitment were more willing and enthusiastic about learning
difficult subjects and they were students who could not resist the difficulties.
School commitment does not differ significantly according to the gender of the
students. In the psychological commitment sub-dimension, the arithmetic mean
of male students was higher. In the cognitive commitment sub-dimension, the
arithmetic mean of female students was found to be higher. On the other hand,
it is seen that arithmetic means are equal for male and female students. In the
studies of Arastaman (2006), Mengi (2011), Kartal (2017) and Turgut (2015), it is
seen that the level of school loyalty is higher in female students, and this situation
is different with the participation of girls and boys in out-of-school learning ac-
tivities. Socialization processes and school adaptation capacity are key points to
consider. The findings of Livumbaze and Achoka (2017) show that male students
have higher school commitment.
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Students’ psychological commitment to school varies significantly according
to grade levels. The arithmetic mean score was higher in 9P-grade students. Also,
there was no significant difference in the cognitive commitment subscale accor-
ding to grade levels. In general, the highest commitment level according to the
arithmetic mean scores is seen in 12"-grade students. This finding does not coin-
cide with the findings of Mengi (2011) and Bellici (2015) and it was stated in the-
se studies that lower classes showed a stronger commitment to school than upper
classes. It can be said that the various negative experiences of upper secondary
students in their four years of secondary school life negatively affect their school
commitment. Considering that academic expectations and success positively af-
fect school commitment, it can be argued that students with low school commit-
ment are also students with low academic achievement. School commitment has
a significant impact on the various achievements of students. It is involved in va-
rious studies where students with high school commitment have fewer problems
at school and have a higher academic achievement (Dottorer & Lowe, 2011; Ea-
des, 2014). School commitment also positively affects students’ relationships with
their peers and teachers and their future dreams (Xerri, Radford & Shacklock,
2018). The fact that students feel themselves ready and willing for the processes
in school, seeing them as close to school as cognitive, affective and behavioral,
loving and adopting in-school activities, also increases their school commitment
(Bilge, Dost and Cetin, 2014).

Social support perceived by educational motivation is an important predictor
of students’ school commitment. As the level of educational motivation and per-
ceived social support increases, school commitment also increases. Green et al.
(2012) state that academic motivation positively affects students’ self-regulation,
academic performances, and school commitment. Positive attitudes and a strong
commitment to school have positive effects on classroom teaching activities, out-
of-school learning, avoidance of crime, and teacher-student relations. Mai, Yusuf
and Saleh (2015) state that academic motivation and a high level of school com-
mitment increases students’ satisfaction with success. As a result, the increase
in students’ educational motivation and strong social support increases the stu-
dents’ commitment to school. This situation is thought to have a positive effect
on students’ academic achievement. Including activities and opportunities that
will increase students’ expectations from school to improve their sense of achi-
evement, and make them an important member of the school. All of which can
increase the school commitment of the students. For example, cooperation and
planning of school management and guidance services and social support group
activities can be carried out to increase student loyalty. It is thought that these
studies will increase the perception of both peer support and teacher support.
It is expected that students with increased school commitment will play a more
active role in their learning processes. The mediation effect between educational
motivation, perceived social support, and school commitment can be examined
in different studies. This study was conducted under quantitative research met-
hods. Qualitative and mixed methods can be used in different studies.
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Giris

Okul bagliligi, dogrudan gbézlenememekle beraber 6grencilerin 6grenmeye
ve okul etkinliklerine iliskin psikolojik durumunu ifade etmektedir (Schlechty,
2002; Skinner & Pitzer, 2012). Kuh ise (2009) okul bagliligin1 kisaca, 6grenme-
ye dontik eylemlerin, katilimin ve cabanin niteligi olarak belirtmektedir. Okul
baglhiligi davranissal, duygusal ve biligsel baglilik olarak genel anlamda g alt
baslik etrafinda incelenmektedir (Wang, Kiuru, Degol, Salmela-Aro, 2018). An-
cak bunun yaninda 6grencilerin okula bagliliklarinin pek cok alt boyutundan séz
edilebilir. Bunlar arasinda akademik, biligsel, entelektiiel, kurumsal, duygusal,
davranigsal, sosyal ve psikolojik baglilik gibi farkli bilesenlere literatiirde rastlan-
maktadir (Taylor & Parsons, 2011). Okul bagliliginin {i¢ ana bileseni olan davra-
nigsal, duygusal ve biligsel bagliligin literatiirde yer alan ¢esitli gostergelerinden
s0z etmek miimkiindiir. Davranigsal baglilik genel anlamiyla okula iligkin pozi-
tif davraniglar iginde olmay1 ve okul kurallarina uymayi icermektedir. Duygusal
baglilik, 6grencinin okul yasantilarina dair ¢esitli duygu durumlariyla ic icedir ve
okula iligkin ilgiyi, meraki, kaygiy1, iizlintiiyli, mutlulugu kapsamaktadir. Biligsel
baglilik ise 0grenme, 6z diizenleme, problem ¢6zmede esneklik, siki calismaya
doniik hazirbulunugluk gibi biligsel etkinliklerle ilgilidir (Fredericks, Blumen-
feld & Paris, 2004). Davranigsal baglilikta okul temelli aktivitelere katilim, ¢aba
gosterme, sebatkar olma, dikkatli davranma, kurallara uyma, kendisine verilen
gorevi yerine getirme gibi cesitli gozlemlenen davraniglar aranmaktadir. Duy-
gusal baglilikta, 6gretmenlere ve sif arkadaslarina karsi pozitif reaksiyonlar
gosterme, 6grenmeyi bir tist deger olarak kabul etme, mutluluk, okula ait oldu-
gunu hissetme, akademik kimligi giiclendirme gibi gostergelere deginilmektedir.
Biligsel baglilikta ise 6z diizenleme yapabilme, amag¢ odakli olma, degisime acik
olma, yilmazlik diizeyinin gii¢lii olmasi, derin 6grenmelere yonelme gibi biligsel
durumlara yer verilmektedir (Gibbs & Poskitt, 2010).

Okulda yasanan pozitif deneyimlerin 6zellikle ergenlik cagindaki bireylerin
akademik 6grenmelerini zenginlestirdigine, 6grencileri okul yasantilarina daha
fazla entegre ettigine ve 6grencileri aktif 6grenen kisilere doniistiiklerine iligkin
¢gesitli bulgulara arastirmalarda yer verilmektedir (Wang & Degol, 2014). Oku-
lun ve 6gretmenlerin nihai amaglari arasinda ilk siralarda 6grencinin akademik,
sosyal ve duygusal yonlerden gelisim gostermesine yardimci olmak gelmekte-
dir. Ogrencinin hem akademik yonden 6nemli basarilar ve ilerleme gostermesi
hem de okula dayali cesitli bilgi-beceri edinmesi okulla kuracag: bagla olduk-
¢a yakindan ilgili bir durumdur (Lee, 2014; Wang vd., 2018; Wonglorsaichon,
Wongwanich & Wiratchai, 2014). Ogrencinin okula yonelik gelistirdigi giiclii
baglilik toplumsal degerlerin 6grenilmesine, cesitli beceri ve kazanimlarin elde
edilmesine, sosyal ve kiiltiirel sermayenin zenginlesmesine oldukca yiiksek katki
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sunmaktadir (Wang & Holcombe, 2010). Ozellikle, okul baglilig1 diisiik ergen
bireylerin okuldaki problemlerle bag etme konusunda ve bu problemlere ¢oziim
tiretme noktasinda zorluk yasadiklar1 (Wang & Fredericks, 2014) buna karsin
okul baglilig: giiclii ergenlerin okuldan biligsel olarak kopma olasiliklarinin diis-
tiigl belirtilmektedir (Wang & Eccles, 2012). Ryan (2000), ergen bireylerin kendi
akranlari ile daha fazla zaman geciriyor olmalarinin okula iliskin cesitli normla-
rin kazanilmasinda ve bireyin sosyallesmesinde etki degeri yiiksek bir faktor ol-
dugunun altin1 ¢cizmektedir. Okul normlarina uyum saglayan 6grencilerinse okul
bagliliklarinin daha ytiksek olduguna iliskin gesitli arastirma bulgulart literatiirde
yer almaktadir (Fredricks, Blumnfeld & Paris, 2004).

Son zamanlarda yapilan ¢esitli aragtirmalarda 6grencilerin okula baglilik
diizeyini etkileyen bazi faktorlere yer verilmektedir. Bu faktorler icinde, okulla
baglantili olanlar arasinda akademik basari, 6gretmen yetkinlikleri, aktif ve isbir-
likci 6grenme ortami olusturma, okul-6grenci etkilesimi, zenginlestirilmis 6gren-
me ortamlar1 meydana getirme, gelecek hedefleri, okuldaki akran kiiltiirii gibi
pek cok etkenden sz edilmektedir (Almarghani & Mijatovic, 2017; Hu & Ching,
2012; Lynch, Lerner & Leventhal, 2013). Ogrencilerin okul baghhigim etkileyen
okulla ilgili diger faktorler arasinda 6gretmenlerin 6grenciye pozitif yaklagimi ve
onu degerli hissettirmesi, 6grencinin okulun énemli bir tiyesi oldugu sezdirmesi
ve diger ogrenciler tarafindan kabul edildigini hissetmesi, bireysel farkliliklarina
sayg1 gosterilmesi de yer almaktadir (Ozkan, 2015). Ogrencilerin okul baglilik-
larmi etkileyen okul dist faktorler arasinda kisinin kendinden ve ailesinden de
kaynakli etkenlerin oldugu dile getirilmektedir. Ogrencinin kendinden kaynakli
etkenler arasinda 0z saygi, 6grenme kapasitesi, ilgi ve merak, biligsel yetkinlik,
gesitli psikolojik nedenler, 6grenme gii¢liikleri, davranigsal problemler, akade-
mik performans gibi faktorler siralanmaktadir. Aileden kaynakl faktorler icinde
ise aile baglari, igsizlik, sosyoekonomik refah diizeyi ailevi gibi durumlara yer
verilmektedir (Gibbs & Poskitt, 2010; Murray vd., 2004).

Literatiirde, 6grencilerin okul bagliliklarin1 dogrudan ya da dolayl olarak
etkileyen pek cok faktore yer verilmekle beraber onlarin egitimsel motivasyon-
larinin ve algiladiklari sosyal destegin de okul bagliligini etkiledigi diistiniilmek-
tedir. Motivasyon, fiziksel ve psikolojik aktiviteleri baslatma, yonetme ve devam
ettirmeyi kapsayan her tiirli siirec igin kullanilan genel bir terimdir (Gerrig ve
Zimbardo, 2012). Bireyi motive eden faktorler genel olarak, i¢sel ve digsal moti-
vayson olarak ikiye ayrilmaktadir. Icsel motivasyon, bireyin kendisinden kaynakl
olan, kendi istek ve iradesiyle bir isi veya faaliyeti yapmasina yardimci olan ve bi-
reyde icsel doyum saglayan faktorler olarak diisiintilebilir (Ryan ve Deci, 2000).
Digsal motivasyon ise bireye bir is yaptirmak veya bir konuda bireyi harekete
gecirmek i¢in bagkalar1 tarafindan sunulan harici faktorlerdir (Santrock, 2018).
Akademik ya da egitimsel motivasyon ise 6grencinin 6grenmeye yonelik gelistir-
digi igsel siirecleri ifade etmektedir (Rowell & Hong, 2013). Egitimde motivas-
yon daha cok, 6grencileri belirli pedagojik hedeflere yoneltmekle ve onlart bu
siirece istekli hale getirmekle ilgilidir (Akbaba, 2006). Ogrencinin akademik mo-
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tivasyonu okul ikliminden, 6gretmenlerin tutum ve akademik iyimserliklerinden,
aileden, akran gruplarindan etkilenebilmektedir (Wang & Pomerantz, 2009).

Panisora, Duta ve Panisoara’ya (2015) ve Williams & Williams’a (2011) gore
ogrencilerin egitimsel motivasyonlarini belirleyen bes ana faktdrden bahsedile-
bilir. Bunlar sirasiyla 6grenciden, 6gretmenden, igerikten, metottan ve ¢evreden
kaynakli faktorlerdir. Ogrenciden kaynakli faktorler arasinda 6grencinin calisma
aligkanliklar1 ve zamani, uzun vadeli egitim planlari, odagini ve enerjisini bir he-
defte toplayabilmesi gibi etkenlerden soz edilmektedir. Ogretmenin alan bilgisi,
pedagojik yeterlikleri, 6gretim niteligi ve kullandig1 metotlar, bilimsel yetkinligi,
ogrencilerle diyalogu, mesleki ve 6gretme coskusu gibi faktorlerin 6grenci moti-
vasyonunu belirledigi dile getirilmektedir. Icerikte ise 6grencinin konuyu sahip-
lenmesi ve icsellestirmesi, 0grencinin yasant1 zenginligi ve deneyimi ile igerigin
ortiismesi, etkin teknoloji kullanimi gibi bilesenler 6grenci motivasyonunu etki-
leyebilmektedir. Ogretim metotlarinda farkl tiirden ve zenginlestirilmis 6gretim
ilke ve tekniklerine sinifta yer verme, objektif degerlendirme, 0grenciyi cesaret-
lendirme, deneyime dayali 6gretme, esnek 0grenmeye olanak verme, isbirligi
icinde olma gibi faktorler siralanmaktadir. Son olarak, cevrede takim calismala-
11, aile destegi, akran destegi, sosyal destek gibi etkenlerin dgrencinin egitimsel
motivasyonunu belirledigi dile getirilmektedir.

Sayilan bu faktorlerin her birinin kendine gore bir etki diizeyi olmakla be-
raber Ozellikle ergenlik donemindeki bireylerin okul yasantilar1 ve egitimsel
motivasyonu iizerinde aileden, 6gretmenden ve akrandan alinan sosyal destegin
o6nemine dikkat ¢eken aragtirmalar s6z konusudur (Cirik, 2015; Iglesia, Stover
& Liporace, 2014). Cobb’a (1976) gore sosyal destek algisi, bireyin bagkalari ta-
rafindan sevildigine, kendisine 6nem verildigine ve karsilikli sorumluluklart bu-
lunan bir sosyal agin iiyesi olduguna iligkin gelistirdigi bilinctir (Akt. Bayram,
2016). Algilanan sosyal destek, kisinin hem destek algisiyla, hem de kabul edilme
algistyla iligkilidir (Fellows, 2003). Akran gruplari, uygun davranig sekillerini 6g-
renme ve sosyal destek alip verme i¢cin 6nemli ortamlardir. Bu gruplar, genclerin,
kisiler arasu iligkileri ergenlikte kazanmasi ve 6grenmesi icin 6nemlidir. Bireyler
bir gruba dahil olabildigi 6lciide, duygusal destek elde edebilmektedir. Ergenlik
boyunca, iligskilerde ve sosyal ortamlarda net degisimler meydana gelmektedir.

Destekgi olarak kabul edilen akran grubunun niteliginin bireyin kendi ha-
yat1 iizerinde cesitli etkileri soz konusudur. Istendik yonde ve olumlu davranis
sergileyen akran gruplariyla, 0rnegin basar1 yonelimli arkadaslarla birlikte olmak
onemli bir niteliktir. Cilinkii bu sosyal aglar 6nemli kaynaklara ulagim imkani
vermektedir. Bu da okula uyumu giiclendirmektedir ve akademik bagariya da
katki vermektedir (Kapikiran ve Ozgiingdr, 2009). Ozellikle ergenlik dénemin-
deki bireylerin aldiklar1 sosyal destegin niteligi onlarin ileride nitelikli bir yetigkin
olmalarinda 6nemli katki sunmaktadir (Inang, Bilgin ve Atici, 2015). Bu baglam-
da ele alindiginda ergenlik doneminde bulunan 6grencilerin sosyal destegi sade-
ce arkadaglarindan almasi beklenemez. Ayni zamanda bu bireyler 6gretmenleri
ve ailesinden de sosyal destek almaktadirlar. Ogretmenlerin ve ailenin verecegi
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sosyal destek 6grencinin okulla olan biligsel, duyugsal ve davranigsal iligkisini et-
kilemektedir (Yildirim, 2016).

Literatlirde yapilan bazi arastirmalarda egitimsel motivasyonun okul bagli-
ligint artirdigi (Atoum & Shalalfeh, 2018) ve egitimsel motivasyonun diismesiyse
ogrencilerin okul baghliklarinin da distigii (Glass & Rose, 2008; Janosz, Arch-
mbault, Morizot, & Pagani, 2008) belirtilmektedir. Bununla beraber, dgrencile-
rin algiladiklar sosyal destek ve okul baglhligi arasindaki korelasyona dair cesitli
caligmalara da rastlanmaktadir (Karababa, Oral ve Dilmag, 2018; Mengi, 2011).
Ancak egitimsel motivasyonun ve sosyal destegin bir arada okul baglilig ile olan
iliskisi ve yordama diizeyine dair caligmaya rastlanmamis olmasi bu aragtirmanin
ortaya cikmasindaki temel belirleyici durum olmustur.

Arastirmanin Amact

Bu calismanin temel amaci, egitimsel motivasyon ve algilanan sosyal deste-
gin okul baghiligin1 yordama diizeyini incelemektir. Bu kapsamda asagidaki alt
problemlere cevap aranmustir:

1. Ogrencilerin cesitli demografik degiskenlerine (cinsiyet, simif diizeyi)
gore egitimsel motivasyon, algilanan sosyal destek ve okul baghlik dii-
zeyleri farklilik gostermekte midir?

2. Egitimsel motivasyon ve algilanan sosyal destek, okul bagliligint anlam-
I1 sekilde yordamakta midir?

Yontem

Bu boliimde arastirmanin modeline, evren ve ornekleme, veri toplamada
kullanilan 6lgme araglarina, uygulama siirecine, aragtirma ile ilgili verilerin top-
lanmasina ve verilerin analizine dair bilgilere yer verilmistir.

Arastirmamin Deseni

Bu arasgtirma, betimsel arastirma yontemlerinden iligkisel tarama modelinde
gerceklestirilmistir. Tliskisel tarama modeli, iki veya daha fazla degisken arasinda
birlikte degisim varligini ve/veya derecesini ortaya koymayi amaglayan bir aras-
tirma modeldir (Biyiikoztiirk, Cakmak, Akgilin, Karadeniz & Demirel, 2012).
Aragtirmanin bagimsiz degiskenlerini egitimsel motivasyon ve sosyal destek olus-
tururken bagimli degiskenini okul baglilig1 olusturmaktadir. Bu arastirmada egi-
timsel motivasyon, sosyal destek ve okul bagliligi arasindaki iligki incelenmistir.

Evren ve Orneklem

Arastirmanin katilimeilar1 2017-2018 egitim 6gretim yilinda Diizce merkez-
de 6grenim gormekte olan 826 lise 6grencisinden olugsmaktadir. 2017-2018 egi-
tim 6gretim yilinda Diizce merkezde bulunan ortadgretim kurumlarinda 12.050
ogrenci bulunmaktadir. Bu nicelikteki bir evreni temsil icin 373 kisi yetmekle
(Buiytikoztirk vd., 2012) beraber daha genis bir temsil diizeyi i¢in 6rneklem bii-

489



Taner Atmaca & Aylin Ko¢¢u

yukligii daha genig aralikta tutulmustur. Katilimcilar basit segkisiz 6rnekleme
teknigi ile belirlenmistir. Katilimer grubun biiylik kismin1 Anadolu Lisesi kate-
gorisinde bulunan okullarda 6grenim gérmekte olan 419 6grenci (% 50,7) olus-
turmaktadir. Meslek Lisesinde 6grenim gormekte olan 6grenciler 6rneklemin %
24,0’inid (n=198), Fen Lisesi’nde 6grenim gérmekte olan 6grenciler drneklemin
% 12,8’ini (n=106) ve Imam Hatip Lisesi’nde 6grenim gérmekte olan dgrenci-
ler 6rneklemin % 12,5’ini (n=103) olusturmaktadirlar. Orneklemde dokuzuncu
sinif 6grencisi 285 kisi (% 34,5), onuncu smif dgrencisi 237 kisi (% 28,7), on
birinci sinif dgrencisi 268 kisi (% 32,4) ve on ikinci sinif 6grencisi 36 kisi (%
4,4) bulunmaktadir. Ogrencilerin cinsiyetlerine gore dagilimlarina bakildiginda
kiz 6grenciler 6rneklemin % 58,7’sini (n=485) erkek 6grenciler ise % 41,3’linii
(n=341) olusturmaktadir.

Veri Toplama Araglart

Egitimde Motivasyon Olgegi (EMO): Egitimsel Motivasyon Olcegi’nin (EMO)
orijinal versiyonu 1989 yilinda Vallerand, Blais, Bricre, ve Pelletier tarafindan ge-
listirilmistir ve Tiirkceye Kara (2008) tarafindan uyarlanmistir. Olgek maddeleri
5’li likert tipinde diizenlenmistir. Bunlar Cok sik: 5, Sik sik: 4, Ara sira:3, Nadi-
ren: 2 ve Hemen hemen hic:1 seklinde puanlanmistir. Olgek orijinal versiyonu
dort alt boyut icermektedir. Bunlar Ozdeslesmis Digsal Motivasyon, Motivas-
yonsuzluk, Ice Yansitilmig Digsal Motivasyon ve Icsel Motivasyon boyutlaridir.
Olgegin Tiirkceye uyarlanmis halinde aciklanan toplam varyans orami dért alt
boyut icin % 63.47 olarak hesap edilmistir. Maddelerin faktor yiikleri ise en az
0.35 olarak belirlenmistir. Olgegin tiimiinde alinabilecek en yiiksek puan 60, en
diisiik puan ise 16’dir. Her bir alt boyutta alinabilecek en yiiksek puan 20, en
disiik puan 4°tiir.

Olgegin Tiirkge versiyonu icin genel Cronbach’s alpha degeri 0.84; birinci alt
boyut icin 0.79; ikinci alt boyut icin 0.78; ticiincii alt boyut icin 0.80; dordiincii alt
boyut icin ise 0.78 olarak hesaplanmistir. Bu arastirmada da 6l¢egin giivenirlik
diizeyini hesap etmek icin Cronbach’s alpha degerine bakilmistir ve genel giive-
nirlik katsayis1 0.64 olarak hesaplanmustir. Ozdamar (2011) 0.60-0.70 araliginda-
ki Cronbach’s alpha degerinin yer aldig1 dlceklerin yeterli giivenirlik diizeyinde
oldugunu belirtmektedir. Olgegin bu gostergelerine bakildiginda gegerlilik ve
giivenirlik sartlarini tagidig sdylenebilir.

Algilanan Sosyal Destek Olcegi (ASDO-R): ASDO-R bgrencilerin algiladik-
lar1 sosyal destek diizeylerinin belirlenmek icin Yildirim (1997) tarafindan gelis-
tirilmistir. Olcegin en giincel hali ise yine Yildirim (2004) tarafindan gercekles-
tirilmistir. Bu caligmada ise lgegin 2004’te yeniden gozden gecirilmis versiyonu
kullanilmistir. Olgek iic alt boyuttan olusmakta ve toplam 50 madde icermek-
tedir. Olgegin alt boyutlar1 aileden alinan sosyal destek, dgretmenlerden alinan
sosyal destek ve arkadaglardan alinan sosyal destek seklindedir. ASDO’den alt1
¢esit puan elde edilmektedir. Bireyin bes alt 6lcekten aldigi puanlarin toplami
ise, “Genel Sosyal Destek” puanini vermektedir. Puanin yiiksekligi, yliksek sos-
yal destek diizeyine belirtmektedir. Olgek iiclii derecelendirme biciminde doldu-
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rulmaktadir. (Hig uygun degil=1, Kismen uygun=2, Oldukga uygun=3) Olgek
maddelerinin 47’si olumlu 3’ olumsuz ifade seklindedir. Olumsuz ifadeler sira-
swyla ailem, arkadaglarim ve 6gretmenlerim alt boyutuna ait 17. 29. ve 44. mad-
delerdir. Olgegin giivenirlik diizeyi icin hesaplanan Cronbach’s alfa i¢ tutarlilik
degeri tiim Olgek icin 0.93’tiir. Aileden alinan sosyal destek alt boyutu igin 0.94,
o0gretmenden alinan sosyal destek alt boyutu icin 0.93 ve arkadastan alinan sosyal
destek alt boyutu i¢in 0.91 olarak hesaplanmistir.

Okula Baghlik Olgegi (OBO): Ogrencinin Okula Baglilik Olcegi (Student
Engagement Instrument) Appleton vd. (2006) tarafindan gelistirilmis ve Onen
(2014) tarafindan Tiirkceye uyarlanmistir. Olcek, dgrencinin okula bilissel ve
psikolojik bagliligini lgmektedir. OBO’de, 4’lii Likert tiirii dereceleme kulla-
milmustir ve 35 maddeden olusmaktadir. Ogrencinin Okula Bagliligi Olcegi’nin,
psikolojik ve biligsel baghiligin alt1 bilesenini Olctiigi kabul edilmektedir. He-
saplanan uyum indeksleri (GFI=0.89-0.91, AGFI=0.88-0.90, CF1=0.89-0.94,
RMSEA=0.029-0.037) seklindedir. Olcegin Tiirkce formunda alt boyutlarinin
Cronbach’s alpha degerleri 0.73 ile 0.85 arasinda degismektedir (Onen, 2014).
Olcegin bu caligma icin genel giivenirlik katsayisi 0.82 olarak hesaplanmistir.

Verilerin Analizi

Elde edilen veriler SPSS 20 paket programina islenmis ve bos birakilan hiic-
relere serilerin ortalamasi atandiktan sonra analizler yapilmistir. Veriler analiz
edilmeden 6nce normallik dagilimlarina iligkin varsayimlar test edilmistir. Nor-
mallik dagiliminda n>50 oldugu icin Kolmogrov Smirnov testine bakilmig ve
p>0.05 oldugu goriilmiistiir. Ayrica basiklik ve carpiklik degerlerinin =1 arali-
ginda, basiklik ve ¢arpiklik degerlerinin kendi hata katsayilarina boliimiiniin ise
+1,96 araliginda gerceklestigi anlasilmistir. Coklu baglanti sorunu iki bagimsiz
degisken arasindaki r degerinin >.80 olmas: halinde ortaya cikan bir durumdur.
Bu arastirmada yer alan bagimsiz degiskenler arasindaki korelasyon degerinin
.308 oldugu goriilmektedir. VIF degeri 5’ten kiiglik ve tolerans degeri .20’den
biiytiktiir. Tiim bu gostergelere bakildiginda verinin normal dagilim icerisinde
oldugu soylenebilir. Analizlerde Oncelikle, egitimsel motivasyon, algillanan sos-
yal destek ve okul baghlig degiskenlerinin 6grencilerin cesitli demografik degis-
kenlerine gore anlamh farklilik gosterip gdstermedigine bakilmistir ve bagimsiz
gruplar t-testi ve tek yonlii varyans Analizi (ANOVA) kullanilmigtir. En sonda
ise iki yordayici degiskenin bir yordanan (okul bagliligi) degisken tizerindeki
yordama giiclinii belirlemek amaciyla asgamali ¢oklu dogrusal regresyon analizi
yapilmistir. Aragtirmada, betimsel istatiksel teknikler (frekans, yiizde, ortalama,
standart sapma) kullanilmistir. Arastirmanin test sonuglart o = 0.01 veya o =
0.05 hata diizeylerinde yorumlanmustir.
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Bulgular

Ogrencilerin egitime iliskin motivasyon diizeylerine bakildiginda ortalama-
nin o= 2.87 (SS=0.52) iizerinde oldugu goriilmektedir. Bu degerden hareketle
ogrencilerin egitime iligkin motivasyonlarinin orta diizeyin iizerinde gerceklestigi
sOylenebilir. Bununla birlikte, 6grencilerin egitimsel motivasyonlarinin cinsiyet-
leri yoniinden farkliligina da bakilmis ve bu farka iligkin degerler Tablo 1’de ba-
gimsiz gruplar t-testinde sunulmustur.

Tablo 1.
Egitimsel motivasyonun 6grencilerin cinsiyetlerine gore farklihigini gosteren
bagimsiz gruplar t-testi sonuglar

Degiskenler Cinsiyet n X S Sd t p
Egitimsel Kiz 485 2.84 48 824 2,327 0.02
motivasyon Erkek 341 292 .57

Tablo 1’de yapilan bagimsiz gruplar t-testi sonuclarina gore 6grencilerin egi-
timsel motivasyon diizeyleri ile cinsiyetleri arasinda anlamh bir farklilik goriil-
mektedir [ (824) = 2,327; p<.05]. Erkek 6grencilerin (X ) =2.92) egitimsel

motivasyon diizeyleri kiz 6grencilerden (i(klz)=2.84) daha ytiksektir.

Ogrencilerin algiladiklar1 sosyal destegin genel ortalamasinin X = 2.47
(§S=0.32) diizeyinde oldugu ve bu degerin ortalamanin istiinde gerceklesti-
gi goriilmektedir. Alt boyutlara bakildiginda ise aileden alinan sosyal destegin
X = 2.62 (SS=0.36), arkadastan alinan sosyal destegin X = 2.56 (§5=0.39), 6g-
retmenden alindan sosyal destegin X = 2.23 (SS=0.49) ortalama puanlara sahip
oldugu anlagiimaktadir. Ogrencilerin algiladiklar1 sosyal destegin alt boyutlarinin
cinsiyetleri yoniinden farkliligini gésteren bulgular Tablo 2’de sunulmustur.

Tablo 2.
Algilanan sosyal destegin 6grencilerin cinsiyetlerine gore farklihgini gosteren
bagimsiz gruplar t-testi sonuglar

Degiskenler Cinsiyet n X S Sd t p
. . Kiz 485 263 35
Aile Destegi 824 1.280  0.20
Erkek 341 2.60 .36
Kiz 485 2.60 .39
Arkadag 824 3386 0.0
Destegi Erkek 341 2.51 .39
Kiz 485 224 49
Ogretmen 824 0915 078
Destegi Erkek 341 2.23 49
Kiz 485 2.49 32
Sosyal Destek 824 1.779 0,07
(Genel) Erkek 341 245 33
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Tablo 2’ye gore dgrencilerin cinsiyetleri ile algiladiklar: sosyal destegin aile
destegi alt boyutu arasinda istatistiksel olarak anlamli bir fark yoktur [¢ (824)=
1,280; p>.05]. Ogrencilerin cinsiyetleri ile algiladiklar1 sosyal destegin arkadas
destegi alt boyutu arasinda istatistiksel olarak anlamli fark vardir [# (824)= 3,386;
p<.05]. Aritmetik ortalamalara bakildig1 zaman kiz 6grencilerin ortalamasinin
(X kiz) = 2.60) erkek dgrencilerin ortalamasina gore (X (erkek)= 2D 1) anlamh se-
kilde farklilik gosterdigi ve daha ytiksek diizeyde oldugu goriilmektedir. Buradan
hareketle kiz 6grencilerin arkadas destegini daha fazla hissettikleri sdylenebilir.
Bunun yaninda, 6grencilerin cinsiyetleri ile algiladiklari sosyal destegin 6gretmen
destegi alt1 boyutu arasinda da istatistiksel olarak anlaml fark yoktur [f (824) =
0,915; p>.05]. Sosyal destegin genel toplam puanina bakildiginda 6grencilerin
cinsiyetlerine gore anlamli bir farklilik bulunamamustir [z (824)= 1.779; p>.05].
Tiim alt boyutlarda ve sosyal destegin genel toplam puaninda kiz 6grencilerin
ortalamasi erkek dgrencilere gore daha yiiksek diizeydedir.

Ogrencilerin okul baglilik diizeylerinin genel ortalamasi X = 3.12 (SS=0.49)
olarak hesaplanmustir. Alt boyutlara bakildiginda psikolojik baglihgin X = 2.99
(SS=0.60) ve biligsel bagliigin X = 3.22 (SS=0.52) diizeyinde hesaplandigi go-
rillmektedir. Bu degerlerin ortalamanin iizerinde gerceklestigi goriilmektedir.
Ogrencilerin okul baghliginin cinsiyetleri yoniinden farkliligin gosteren bulgular
ise tablo 3’te sunulmustur.

Tablo 3.
Okul baghhiginin dgrencilerin cinsiyetlerine gore farkliligini gosteren bagimsiz
gruplar t-testi sonuglar

Alt boyutlar Cinsiyeti n X S sd t p

Kiz 485 295 .61

Psikolojik Baglilik 824 1,763  0.78
Erkek 341 3.03 58
Kiz 485 324 51

Biligsel Baglilik 824 1,759  0.79
Erkek 341 318 .53
Kiz 485 312 .49

Okul Baglilig1 (Genel) 824 017  0.98

Erkek 341 312 49

Ogrencilerin cinsiyetleriyle okul bagliliginin alt boyutlarindan psikolojik bag-
ik arasinda istatistiksel olarak anlamli bir fark yoktur [7 (824)= 1,763; p>.05].
Aritmetik ortalamalara bakildig1 zaman psikolojik baghlik alt boyutunda kiz 6g8-
rencilerin ortalamasinin (X, =2.95) erkek ogrencilerden (X erkeky = 3-03) dii-
siik oldugu anlasilmaktadir. Okul bagliliginin ikinci alt boyutu oﬁan bilissel bagli-
ik ile 6grencilerin cinsiyetleri arasinda istatistiksel olarak anlamli bir fark yoktur
[t (824)= 1,759; p>.05]. Aritmetik ortalamalara bakildig1 zaman biligsel baghlik
alt boyutunda kiz 6grencilerin ortalamasimn (X (g = 3-24) erkek 6grencilerden
(X (erkeky= 3,18) yiiksek oldugu anlagilmaktadr. dkul bagliliginin genel topla-
mina bakildiginda dgrencilerin cinsiyetlerine gére anlamli bir farklilik bulun-
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mamaktadir [¢ (824)= 0,017; p>05]. Aritmetik ortalamalara bakildigi zaman
kiz dgrencilerin ortalamasiyla (X (ki) = 3.12) erkek ogrencilerin ortalamasinin

(i(erkek)= 3.12) esit oldugu anlagiimaktadir.

Tablo 4’te 6grencilerin egitimsel motivasyonlarimin sinif diizeyleri yoniinden
farkliligini gosteren tek yonlii varyans analizi (ANOVA) sonuclar1 verilmistir.

Tablo 4.
Ogrencilerin sumif diizeyleri ile egitimsel motivasyonlar: arasindaki tek yonlii
varyans analizi (ANOVA) sonuclar

Degisken sesxlls;fgsi t X S8 Ezglzl;rl dt K;é)rretl.er F p
9.smf 285 285 .44
35 10.smf 237 292 .62 3
EZ lLamf 268 288 51 1,722 82 54 2075 0.0
HE amt 36 271 50 825

Toplam 826 2.87 .52

Tablo 4’e gore 0grencilerin egitimsel motivasyonlari, siif diizeylerine gore
istatistiksel olarak anlamli farklihk gostermemektedir [F (3, 822)= 2,075; p>
.05]. Ayrica, aritmetik ortalamalara bakildiginda 10. siiflarin en yiiksek ortala-
maya (i(lo.smlf): 2.92), 12. siniflarin ise en disiik ortalamaya (i(IZ.sm]f): 2.71)
sahip oldugu goriilmektedir.

Tablo 5’te Ogrencilerin algiladiklar1 sosyal destegin smif diizeylerine gore
farklilasmasini gosteren tek yonlii varyans analizi sonuclar1 verilmistir.

Tablo 5.
Ogrencilerin simif diizeyleri ile algiladiklar sosyal destek arasindaki tek yonlii
varyans analizi (ANOVA) sonuclar

Alt Sinif — Kareler Kareler
Boyutlar  seviyesi | X S8 df F p  Scheffe

Top. Ort.
9.smif 285 2.66 .34

) 10.simif 237 258 .38 3

D‘:tl:gi 1l.simif 268 261 38 0816 822 0272 2,094 0,10
12.smif 36 264 .26 825
Toplam 826 2.62 .36
9.siuf 285 2.57 .39
10.smuf 237 249 41 3

Akran

Desteg 1l.simif 268 261 39 1774 822 0,591 3,788 0,01 10<11
12.smf 36 257 .29 825

Toplam 826 2.56 .39
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Tablo 5.
Ogrencilerin suif diizeyleri ile algiladiklan sosyal destek arasindaki tek yonlii
varyans analizi (ANOVA) sonuglart (Devami)

Alt Smf = Kareler Kareler
Boyutlar  seviyesi " X 55 Top. d Ort. F p  Scheffe
9.smuf 285 226 .51
o 10.smf 237 222 48 3
ngttggin 1lsmif 268 222 49 0429 822 0,143 0576 0,63
12.simif 36 2.18 .49 825

Toplam 826 223 .49
9.smf 285 250 .32

SOSya] 10. simif 237 244 32 3
Destek  1l.smf 268 248 33 0556 822 46326 1,760 0,15
(Genel)  12.9mf 36 247 25 825

Toplam 826 247 .32

Tablo 5’e gore 6grencilerin algiladiklar: sosyal destegin alt boyutlarindan aile
destegi ile sinif diizeyleri arasinda anlamli farklilik bulunmamaktadir [F (3, 822)
= 2,094; p> .05]. Aritmetik ortalamalar dikkate alindiginda ise en yiiksek orta-
lamanin 9. siniflarda (X )= 2- 66), en diisiik ortalamanin ise 10. simiflarda (X
(10smif) = 2+ 58) oldugu goriilmektedir. Ayni sekilde, 6grencilerin sinif diizeyleri ile
algiladiklari sosyal destegin alt boyutlarindan 6gretmen destegi arasinda anlaml
farkliik bulunmamaktadir [F (3, 822) = 0,576; p> .05]. Aritmetik ortalamalar
bakildiginda ise en yiiksek ortalamanin 9. siniflarda (i(g )= 2 26), en diisiik
ortalamanin ise 12. smiflarda (X (12:5m) = 2.18) oldugu goriilmektedir. Diger bir
alt boyut olan akran destegi ile 6grencilerin sinif diizeyleri arasinda istatistiksel
olarak anlamli fark vardir [F (3, 822) = 3,788; p< .05]. Farkin kaynagmna iligkin
yapilan Scheffe testine gore 11. smif 6grencileri (X (1Lsmif)= 2 61) ile 10. sif
ogrencileri (X(10 )= 2 49) arasinda anlaml bir fark Vardlr ve 11. siif 6grenci-
lerinin ortalamasi daha yiiksektir. Sosyal destegin genel toplamina bakildiginda
ise sinif diizeyine gére anlaml farklilik gériilmemektedir [F (3, 822) = 1,760; p>
.05].

Tablo 6’da 6grencilerin okul bagliliklarinin sinif diizeylerine gore farklilag-
masini gosteren tek yonlil varyans analizi sonuglari verilmistir.
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Tablo 6.
Ogrencilerin suif diizeyleri okul baglhligiun alt boyutlar arasindaki tek yonlii var-
yans analizi (ANOVA) sonuclan

Alt Sinif — Kareler Kareler
Boyutlar  seviyesi X Ss df F p  Scheffe

Toplam1 Ort.
9.smif 285 3.05 .63

o 10.smif 237 296 .59 3
P;:;ﬁiik ILsmf 268 292 58 2900 82 0967 2642 004 9>11
12.smf 36 3.09 .60 825
Toplam 826 299 .60
9. simif 285  3.20 52
. 10.simf 237 324 55 3
g;lg‘fflil( ILsmf 268 319 .50 0518 82 0173 0,628 0,59 -
12.smif 36 328 .46 825
Toplam 826 321 .52
9.smif 285 3.15 .50
Okul 10.smf 237 3.1 .50 3
Baglhign  1l.smif 268 3.07 47 1065 82 0355 1455 0,22 -
(Genel)  12.smif 36 320 .46 825

Toplam 826 3.12 .49

Tablo 6’ya gore okul baghliginin alt boyutlarindan psikolojik baghiik ile 68-
rencilerin sinif diizeyleri arasinda istatistiksel olarak anlaml fark bulunmaktadir
[F (3,822) = 2,642; p< .05]. Farkin kaynagna iligkin yapilan Scheffe testine gore
9. Sinif (i(gﬂmf): 3.05) ve 11. siif (X (1Lsimf) = 2,92) dgrencileri arasinda anlamlt
bir fark goriilmektedir ve 9. sinif 6grencilerinin aritmetik ortalama puanlar: daha
yiksektir. Okul baghliginin ikinci alt boyutu olan Bilissel Baglilik ile 6grencilerin
sinif diizeyleri arasinda anlaml bir fark yoktur [F (3, 822) = 0,628; p>.05]. Okul
bagliliginin genel toplamina bakildiginda da 6grencilerin sinif diizeylerine gore
farklilik bulunmamaktadir [F (3, 822)= 1,455; p> .05].

Tablo 7°de egitimsel motivasyonun ve algilanan sosyal destegin 6grencilerin
okul baglhligin1 yordamasina iligkin bulgular verilmistir.

Tablo 7.
Egitimsel motivasyonun ve algilanan sosyal destegin dgrencilerin okula bagliligini
yordamaswna iligkin ¢oklu regresyon analizi sonuclar

Degisken B Standart Hatay B t )4 ikilir  Kismir
(Sabit) 315 11 2.827  .005 - -
Egitimsel Motivasyon .071 .023 076  3.033 .002 .105 .075
Sosyal Destek 1.050 .038 691 27.698 .000  .695 .688
R=.702 R?= 492

F(2,283)= 398,968 p<.01

496



Egitimsel Motivasyon ve Algilanan Sosyal Destek

Bagimsiz degiskenlerle bagimli degisken arasindaki ikili ve kismi korelas-
yonlara bakildig1 zaman egitimsel motivasyon ile okul baglilig1 arasinda pozitif
ve diisiik diizeyde bir korelasyon (r=.105) oldugu goriilmektedir. Diger degisken
kontrol altina alindiginda bu korelasyon degerinin r=.075 olarak hesaplandig:
goriilmektedir. Sosyal destek ile okul baglhilig1 arasinda pozitif yonlii, anlaml ve
yiiksek diizeyde bir korelasyon (r=.695) sdz konusudur. Diger degisken kontrol
altina alindiginda bu korelasyon degerinin r=.688 olarak hesaplandig1 goriilmek-
tedir. Egitimsel motivasyon ve sosyal destegin bir arada okul bagliligini anlamh
ve yiiksek diizeyde acikladigi goriilmektedir (R=.702; R?= .492; p<0.01]. Her iki
degiskenin birlikte, bagimh degisken olan okul baghligindaki toplam varyansin
%49 unu acikladigr anlagilmaktadir. Standardize edilmig regresyon katsayilarina
(B) gore bagimsiz degiskenlerin bagimli degisken tizerindeki goreli 6nem sirast
sosyal destek ve egitimsel motivasyon seklindedir. Regresyon katsayilarinin an-
lamlihiina iligkin t-testi sonuglar incelendiginde her iki degiskenin de bagimh
degisken tizerinde anlaml bir yordayici oldugu goriilmektedir.

Tartisma ve Sonug

Bu caligmada, ortadgretim 6grencilerinin egitimsel motivasyon, algilanan
sosyal destek ve okula baglilik diizeylerinin ¢esitli demografik degiskenlere gore
farklilik gésterme durumunun incelenmesi amaclanmigtir. Bunun yaninda egi-
timsel motivasyon ve algilanan sosyal destegin dgrencilerin okul bagliligini ne
diizeyde yordadigini ortaya koymak arastirmanin diger bir amaci olarak belir-
lenmigtir. Arastirmadan elde edilen bulgulara gore ortadgretim dgrencilerinin
egitimsel motivasyonlar1 orta diizeyin iizerinde ger¢eklesmistir. Erten (2014)
caligmasinda 6grencilerin i¢sel motivasyon diizeylerinin daha yiiksek oldugunu
belirtmektedir. Ogrenmeye ve akademik gelisim gostermeye déniik olmak, ba-
sar1 odakli bir okul hayati icinde olmak Ogrencilerin egitimsel motivasyonlari-
n1 artirmaktadir. Literatiirde yapilan pek cok arastirmada akademik basarinin
egitimsel motivasyonla pozitif ve anlamli korelasyon i¢inde oldugunun alt1 ¢i-
zilmektedir (Amrai, Motlagh, Zalani & Parhon, 2011; Schweinle & Helming,
2011). Egitime iligkin motivasyonu artiran veya azaltan farkli faktorlerden s6z
edilebilir. Bunlar arasinda giiclii bir aile destegi, 6grenme meraki, akran gruplari,
Ogrenilen bilgilerin islevselligine olan inang, 6grenmeye yatkin bir kisilik yapisi
gibi etkenler siralanabilir (Tan, 2009). Fulton ve Turner (2008) ise 6grencilerin
egitimsel motivasyonlarinin ailelerin 6grencileri 6grenme konusunda oOzerk
birakmalar1 ve onlara etkin rehberlikte bulunmalari ile yakindan ve pozitif iligkili
oldugunu belirtmektedir.

Ogrencilerin egitimsel motivasyonlar1 cinsiyetlerine ve smif diizeylerine
gore anlamh farklilik gostermektedir. Gomleksiz ve Serhathioglu'nun (2013)
arastirmasinda da benzer bulgular s6z konusudur. Erkek 6grencilerin egitimsel
motivasyonlari kiz 6grencilere gore daha yiiksek diizeydedir. Karatas ve Erden’in
(2014) aragtirmasinda erkek dgrencilerin digsal motivasyon diizeyi kiz 6grenci-
lere gore yiiksek bulunmusgken igsel motivasyon diizeyinde ise kiz 6grencilerin
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ortalamasinin daha yiiksek oldugu ifade edilmektedir. Russilo ve Arias’in (2004)
arastirmasi, kiz 6grencilerin digsal motivasyon diizeylerinin diigiitk oldugunu ve
basarisizlik durumunda daha fazla sorumluluk aldiklarini, 6grenme siireglerinde
daha cogkulu olduklarini belirtmektedir. Diisiik akademik basar1 gosteren er-
kek ogrencilerin egitim motivasyonlarinin da diisiik oldugu ve bu durumun sinif
icinde istenmeyen davraniglarin daha sikliklar goriilmesine de zemin olusturdu-
guna iligkin arastirma bulgularina da rastlanmaktadir (Bugler, McGeown, Cla-
ir-Thompson, 2015). Ogrencilerin motivasyonlar kisilik yapilarindan, yetenekle-
rinden, etkili 6grenme ortaminda bulunmalarindan, aile desteginden, 6gretmen
davraniglarindan, kisisel hedeflere erisme cabalarindan etkilenebilmektedir.
Ozellikle ergenlik cagindaki erkek égrencilerin akran gruplarinin etkisiyle aka-
demik caligmalara gerekenden daha az 6nem vermeleri motivasyonlarini zaman
zaman digsiirebilmektedir.

Ogrencilerin algiladiklar sosyal destek ortalamanin iistiinde saptanmistir.
Alt boyutlar acisindan bakildiginda sosyal destegin en fazla aileden, daha
sonra arkadastan, en son ise ¢gretmenden alindigi goriilmektedir. Ogrenciler
ailelerinden aldiklar1 destegi daha anlamli ve islevsel bulmaktadir. Cesitli
arastirmalar akademik basariile sosyal destegin giiclii bir iligki icerisinde oldugunu
belirtmektedir (Yildirim, 1999). Ogrencinin aile yapisi, anne-babanin egitim
diizeyi ve egitime bakig acilari, ailenin 0grencinin egitimine rehberlik edebilme
kapasitesi, ailenin sosyoekonomik diizeyi gibi pek cok ailevi faktoriin aileden
alian sosyal destegi etkiledigi diistiniilmektedir. Ailenin sosyal destekte dnemli
bir kaynak olmasi, 6grencinin egitiminde ailenin roliine isaret etmekte ve 0zellikle
anne-babalanin okul ortamina katilabilmelerinin gerekliligini vurgulamaktadir.
Bundan dolayi, aile-okul iligkilerinin daha da giiclii hale getirilmesine, egitimde
ortak anlayis ve isbirligi ortaya konulmasina ve ailelerin ¢ocuklarinin egitimi
konusunda daha fazla sorumluluk almalarina ihtiya¢ duyuldugu goriilmektedir.
Akademik basarisi ile 6ne c¢ikan 6grencilerin hem 6gretmenleri hem arkadaslari
hem de aileleri tarafindan kabul gormeleri ve desteklenmeleri daha yiiksek
olasilik igerisinde goriilmektedir. Bu nitelikteki 0grenciye karst olan yaklagimlar
ve kullanilan 6vgii icerikli s6zlerin 6grencinin destek algisini ve giidiilenme dii-
zeyini artirdig ileri siiriilebilir. Bunun tam tersine ise akademik anlamda dusiik
performans gosteren 6grencilere yonelik kullanilan ilgisiz, yargilayici ve suglayici
islubun ve kabul edilmedigine yonelik gelistirilen beden dilinin 6grencinin sosyal
destek algisini diisiirdiigii soylenebilir. Nitekim Kapikiran ve Ozgiingor (2009),
Yildirim ve Ergene de (2003) sosyal destegin akademik basarinin 6nemli bir yor-
dayicisi oldugunu dile getirmektedir. Yapilan ¢esitli alan aragtirmalar1 anne-ba-
ba, 6gretmen ve akran desteginin ozellikle risk grubunda bulunan, dezavantajl
ogrencilerin akademik yasantilarinin diizelmesinde ve basarilarinin artmasinda
onemli katkilar sundugunu gostermektedir (Malecki & Demeray, 2006; Cronin-
ger & Lee, 2001). Sosyal destegin yiiksek olmasi 6grencilerin basarisizlik korku-
su, 0z yetersizlik, kendini olumsuz degerlendirme gibi ¢esitli istenmeyen durum-
larin da azalmasina pozitif katki verdiginin alt1 ¢izilmektedir (Kapikiran, 1999).
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Algilanan sosyal destek ogrencilerin cinsiyetlerine gore anlamli bir farkl-
lik gostermektedir. Kiz 6grenciler, erkek dgrencilere gore sosyal destegi daha
giiclii sekilde algilamaktadirlar. Sosyal destegin alt boyutlarina bakildiginda ise
ogrencilerin cinsiyetlerine gore sadece akran desteginde anlamli farklilik bulun-
maktadir ve kiz 6grencilerin akran destegi algis1 daha yiiksektir. Benzer bir bulgu
Akkaya’nin (2011), Aricioglu’nun (2008) ve Karatas'in (2012) caligmalarinda da
goriilebilir. Ancak Aliyev ve Tung (2017), arkadas ve dgretmenden alinan sosyal
destegin erkek dgrencilerde daha fazla oldugunu tespit etmiglerdir. Aile ve 6g-
retmen destegi ise her ne kadar 6grencilerin cinsiyetlerine gore anlaml farklilik
gostermese de kiz 6grencilerin aile ve 0gretmen destegini daha ¢ok hissettikleri
ortalama puanlardan anlasiimaktadir. Bu bulgular1 Karacabey’in (2012) calisma-
sindaki bulgular da desteklemektedir. Ergenlik doneminde bireyler sosyal destek
ihtiyaclarini daha ¢ok, akranlarindan saglamaktadirlar (Inang, Bilgin ve Atici,
2015). Ergenlik doneminde, bireyin aile ve 6gretmenleri yerine kendine yagitlari-
n1 daha yakin goérmesi ve giindelik yasamuyla ilgili paylagimlarini yagitlari ile daha
fazla yapmalari bu sosyal destegi digerlerine gére daha cok 6ne cikarmaktadir.

Sosyal destegin ilk alt boyutu olan aile destegi ile 6grencilerin sinif diizeyleri
arasinda anlaml farklilik tespit edilmemistir. Ancak bunun yaninda, ortadgreti-
min ilk yillarinda aile desteginin daha fazla hissedildigi aritmetik ortalamalardan
anlagilmaktadir. Acikgdz’iin (2013) arastirmasinda da benzer bulgulara yer veril-
mektedir. Aliyev ve Tun¢’un (2017) ve Turgut’un (2015) bulgularinda ise farklilik
vardir ve sinif diizeylerine gore aile destegi anlamli sekilde farklilik gostermekte-
dir. Karacabey de (2012) sinif diizeylerine gore aile desteginde anlamli farklilik
tespit etmistir. Ayrica farkli calismalarda daha alt egitim kademelerindeki (orta-
okul) 6grencilerin tst kademelerdeki (ortadgretim) ogrencilere gore algiladik-
lar1 aile destegi anlamli sekilde farklilik gosterdigi yer almaktadir (Ulu, 2018).
Ailesinden destek goren 0grencilerin okul yagantisina daha kolay uyum sagladigy,
okulda yasanan sorunlara iligkin kendini yalniz hissetmedigi ve sorunlara ¢oziim
bulma konusunda destek bulabildigi ileri siiriilebilir. Ailenin, 6grenciyi sahiplen-
mesi ve her zaman yaninda oldugunu hissettirmesi ise ayrica aradaki glivenin
artmasina da katki sunmaktadir.

Algilanan sosyal destegin ikinci alt boyutu olan akran destegi dgrencilerin
smif diizeylerine gore anlamh farklilik gostermektedir. Unsar, Sadirli, Dogan ve
Zafer’in (2009) bulgular1 da bu bulguyu destekler niteliktedir. Karatas (2012) ise
akran desteginin sinif diizeyine gore farklilik gostermedigini tespit etmistir. An-
lamli farklilik 10 ve 11. siniflar arasinda ortaya cikmaktadir ve 11. simif 6grenci-
lerinin ortalamasi daha yiiksektir. Ogrencilerin yogun ve stresli sinav déneminin
etkisiyle birbirleri ile daha dayanismaci bir iligki gelistirmek ve birbirlerine bu
stirecte destek olmak istemeleri bu farkin kaynagini olusturabilir. Ates (2012),
Kahriman (2003) ve Sencan (2009) yakin arkadast bulunan ortadgretim 6grenci-
lerinin sosyal destek algisinin daha giiclii oldugunu dile getirmektedir. Ergenlik
donemindeki sosyal gelisim diisiiniildigtinde 6grencilerin kendilerini anlayabi-
lecekleri, cesitli paylasim ve etkilesimde bulunabilecekleri ve birbirlerine destek
olabilecekleri yakin arkadaslarinin olmasinin sosyal desek algisini pozitif etki-
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ledigi diisiiniilebilir. Ozellikle ergenlik igerisinde yeteri kadar sosyal destek ve
arkadas dayanigmasi icerisinde olmayan bireylerin suca bulagma olasiliklarinin
daha yiiksek oldugu ileri siiriilebilir. Ogrencinin kendini diglanan, arkadaslar
veya cevresi tarafindan istenmeyen biri olarak gérmesinin 6niine gecmek ve ce-
sitli istenmeyen durumlara bulagmasini engellemek icin 0zellikle nitelikli arka-
das desteginin 6nemli oldugu goriilmektedir.

Algilanan sosyal destegin son alt boyutu olan 6gretmen destegi, 6grencilerin
siuf diizeylerine gore anlaml farklilik gostermemektedir. Ortalamalara bakildi-
ginda 9. simiftaki 6grencilerin tist siniftaki 6grencilerden daha yiiksek bir ortala-
maya sahip olduklar1 goriilmektedir ve sinif diizeyi arttik¢a 0gretmenden alinan
sosyal destegin ortalama puani da diismektedir. Bagka bir deyisle, bu yas grubu
ogrenciler tarafindan ortadgretimin ilk yillarinda 6gretmen destegi daha onem-
li kabul edilmektedir. Bu durum, ortaokuldan sonra daha zor bir egitim kade-
mesine yeni baglayan ogrencilerin bu akademik stirecte 6gretmenlere daha cok
ihtiyag hissettiklerinden kaynakli olabilir. Turgut’un (2015) ve Demirdiizen’in
(2013) caligmalarinda da ayni yonde bulgular yer almaktadir. Algilanan sosyal
destegin geneline bakildiginda ise sinif diizeyine gore anlamli farklilik gdsterme-
mektedir. Ortalama puanlara bakildiginda algilanan sosyal destegin sinif diize-
yi arttikca diistiigii gortilmektedir. Farkli bir deyisle, ortadgretim ogrencileri bu
egitim kademesinin ilk yillarinda sosyal destegi daha fazla hissetmektedirler. Bu
bulgu, Giindogan’in (2016) bulgular ile de benzerlik gostermektedir. Caliskan’in
(2015) bulgulari ise sinif diizeyine gore algilanan sosyal destegin farklilagtigini
gostermektedir. Ogretim lideri olarak égretmenlerin 6grencilerin ihtiyag duy-
duklar1 alanlarda ve anlarda kendilerine profesyonel destek ve yardim sunma-
lar1 6grencilerin algiladiklart 6gretmen desteginin artmasina katki sunmaktadir.
Ogretmenlerin pedagojik yetkinlikleri dikkate alindiginda, bu yetkinliklerini 6g-
rencilerin gelisim diizeyleri baglaminda islevsel sekilde kullanmalar1 ve 6grenci-
lerin yasadiklar1 sorunlara etkili-kalic1 ¢o6ziim iiretmeleri de destek diizeyini ar-
tiracaktir. Ogretmenlerin cesitli vesileler ile 6grenciye sunacag destegin onlarmn
kendilerini degerli hissetmelerine olanak verecegi ve dislama hislerini azaltacagi
diisiiniilebilir. Ozellikle risk grubunda yer alan, dezavantajli konumda bulunan,
suca bulagsma egilimi giiclii ergen bireylere yonelik 6gretmenlerin sunacagi sos-
yal destegin aradaki bag1 gliclendirecegi ve dgrencinin daha istendik davraniglar
sergilemesine katki verecegi diisiiniilmektedir.

Ogrencilerin biligsel okul baghilig psikolojik okul bagliligina gore daha yiik-
sek diizeydedir. Bu durum okulda daha cok, biligsel aktivitelere yer verilmesiyle
ve O0grencilerin de zamanlarinin biiyiik bir kismin1 bu aktivitelerle gecirmesiyle
baglantili olabilir. Biligsel baglilik, 6grencinin okula yonelik psikolojik yatirimi-
n1, zor ve karmagik konulara karsi gerek duyulan enerjiyi kullanmaya yonelik
istekli olusunu ve bu yonde goOsterecegi Ozeni isaret etmektedir (Arastaman,
2009). Akademik 6grenme odakli davranig gosteren 6grencilerin okula biligsel
bagliliklariin daha ytiksek olmast anlamli goriinmektedir. Sinif ici etkinliklere,
okuldaki akademik yasantilara, 6grenme ortamlarina katilma konusunda isteksiz
olan dgrencilerin ise biligsel baghliklarinin dogal olarak diisiik ¢ikmasi beklen-
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mektedir. Connel ve Wellborn (1991), biligsel bagliligi yiiksek 6grencilerin zor
olan konular1 6grenme konusunda daha istekli ve gayretli olduklarini, zorluklar
karsisinda yilmayan 6grenciler olduklarini belirtmektedir. Okul baghiligi, 6gren-
cilerin cinsiyetlerine gore anlaml farklilik gdstermemektedir. Psikolojik baglilik
alt boyutunda erkek Ogrencilerin aritmetik ortalamasi daha yiiksektir. Biligsel
baglilik alt boyutunda ise kiz 6grencilerin aritmetik ortalamas: daha ytiksek bu-
lunmustur. Okul baghligin genelinde ise aritmetik ortalamalarin kiz ve erkek
ogrenciler icin esit oldugu goriilmektedir. Arastaman (2006), Mengi (2011),
Kartal (2017) ve Turgut’un (2015) ¢alismalarinda ise okul bagliligi diizeyinin kiz
ogrencilerde daha yiiksek oldugu goriilmektedir ve bu durumun kiz 6grencilerin
okul dis1 6grenme aktivitelerine daha ¢ok katilim gostermeleriyle, kizlarin ve er-
keklerin farkli sosyallesme siireclerinden gecmeleriyle, okula uyum kapasitesi ile
baglantili oldugu dile getirilmektedir. Livumbaze ve Achoka’nin (2017) bulgular1
ise erkek 6grencilerin okul bagliliginin daha yiiksek oldugunu gostermektedir.

Sinif diizeylerine gore 6grencilerin okula psikolojik bagliliklar: anlamli fark-
liik gostermektedir. Aritmetik ortalama puant dokuzuncu sinif 6grencilerinde
daha yiiksektir. Bunun yaninda biligsel baglilik alt boyutunda ise sinif diizeylerine
gore anlamli farklilik yoktur. Okul bagliliginin geneline bakildiginda ise aritme-
tik ortalama puanlaria gore en yiiksek baghlik diizeyi 12. sinif 6grencilerinde
goriilmektedir. Bu bulgu Mengi’'nin (2011) ve Bellici’nin (2015) bulgulariyla or-
tismemektedir ve alt siniflarin iist siniflara gore okula daha giicli baglilik gos-
terdigi bu arastirmalarda dile getirilmistir. Ust siniflarda yer alan ortadgretim
ogrencilerinin dort yillik ortadgretim hayati icerisinde yasadiklar ¢esitli olumsuz
deneyimlerin onlarin okul baglhiliklarini negatif etkiledigi sdylenebilir. Akademik
beklentilerin ve basarinin okul bagliligini olumlu etkiledigi dikkate alindiginda
okul baglilig1 diisiik olan 6grencilerin ayn1 zamanda akademik bagarisi da disiik
ogrenciler oldugu ileri siiriilebilir. Okul baghliginin 6grencilerin ¢esitli kazanim-
lara 6nemli Olciide etkisi bulunmaktadir. Okul baghilig yiiksek olan 6grencile-
rin okulda yasadiklar1 sorunlarin daha az oldugu ve akademik basarilarinin daha
yiitksek oldugu cesitli ¢aligmalarda yer almaktadir (Dottorer ve Lowe, 2011; Ea-
des, 2014). Okul bagliligi, 6grencilerin akranlariyla ve 6gretmenleriyle olan ilis-
kilerini ve gelecek hayallerini de olumlu sekilde etkilemektedir (Xerri, Radford
ve Shacklock, 2018). Ogrencilerin kendilerini okuldaki siireclere hazir ve istekli
hissetmeleri, biligsel, duyugsal ve davranigsal olarak okula yakin gdrmeleri, okul
ici-dis1 faaliyetleri severek ve benimseyerek yapmalart da onlarin okul baglilikla-
rin1 artirmaktadir (Bilge, Dost ve Cetin, 2014).

Egitimsel motivasyon ile algilanan sosyal destek ogrencilerin okul baglilik-
larinin 6nemli bir yordayicisidir. Egitimsel motivasyon ve algilanan sosyal destek
diizeyi arttik¢a okul bagliliginin da arttig1 goriilmektedir. Green vd. (2012) aka-
demik motivasyonun 6grencilerde 6z diizenlemeyi, akademik performanslari ve
okul baghligin1 pozitif etkiledigini dile getirmektedir. Okula yonelik gelistirilen
pozitif tutum ve giiclii baglhilik ise sinif i¢i 6gretim etkinliklerine, okul dis1 6gren-
melere, suctan kaginmaya, 6gretmen-0grenci iligkilerine olumlu yansimaktadir.
Mai, Yusuf ve Saleh (2015) akademik motivasyon ve yiiksek diizeyde okul bagli-
liginin 6grencilerin basaridan edindikleri tatmini yiikselttigini ifade etmektedir.

501



Taner Atmaca & Aylin Ko¢¢u

Sonug olarak, 6grencilerin egitimsel motivasyonlarinin artmasi ve berabe-
rinde sosyal desteklerinin giiclii olmasi 6grencilerin okul baglihigini artirmak-
tadir. Bu durumun da 6grencilerin akademik basarilar tizerinde olumlu etkisi
olacag1 diisiiniilmektedir. Ogrencilerin okuldan beklentilerini artiracak, onlarda
basar1 duygusunu gelistirecek, onlar1 okulun 6nemli bir iiyesi saydiracak etkinlik-
lere ve firsatlara yer verilmesi dgrencilerin okul bagliligini artirabilir. Ornegin,
okul yonetimi ve rehberlik servislerinin igbirligi ve planlamasi ile 6grencilerin
okul baglhiligini artiracak nitelikte sosyal destek grup caligmalar yiiriitiilebilir. Bu
caligmalarin 6grencilerde hem akran destegi hem de 6gretmen destegi algisini
artiracagl disiiniilmektedir. Okul baghligi artan 6grencilerin 6grenme siireg-
lerinde daha aktif rol alacagi beklenmektedir. Egitimsel motivasyon, algilanan
sosyal destek ve okul baglhilig1 arasinda aracilik etkisine farkli calismalarda baki-
labilir. Bu ¢aligma nicel aragtirma yontemlerine uygun sekilde yapilmigtir. Farkli
caligmalarda nitel ve karma metotlara yer verilebilir.
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